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VUf the vaat domain our title gives us license to roam in, we lntend to
examine only one narrow sector: the consequences for learning of the vays
*in which students with aiffervent cogniﬁive styles respond to particular
teaching apoproaches, uwnd particilar l@érning gltuations, Narrowing.our
ﬁndertaking even further, ve will consider one cognitive style, the wellw

studled flecld-dependence-independence dimensicn, and we will limit ourselves

to the effects of the peraonal characteristics associuted~m%?h this cagnitivgu

-—-gtyle, not considering at this time the obviogsly important ;}Tects of 1¢s
directly cognitive aspects. Application of alcognitivemstyle approﬁéh to
stidy of the clessroom situation is in ité beginning sloges: Accordingly,.
for nome of the questions to be examined direct evidence is quite sparsa;
However, the literature on cognitive styles now availeble often pravidea a
basis for propesing snsvers to these questions, or, at the very loast, sUg~-.
gestions for recearch through which they mey be pursued. |

'For the sake of bachground, a brief word should be said about cognitive
styles in general and the fieldwﬁepcndence»independence style In partieulnz.
(For an extended account of the fieldndepéndence»independence suyle neg!
Witkin, Lewis, Hertuman, Machover, Mcissner & Vapner, 195h; Witkin, Dyk,
Falersen, Goodercugh & Karp, 1967,) fThe conenpt of copultive styics hed
its oripgin many yeors neo in the obzervation of gelf«consistency in an

ndividual's wuy of hundling a vide runse of perceptua’ und intellecinal
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" research pursued these self-consistencies into other psychological areas,
it quickly became apparent that the modes of functioning expressed in &

particular copgnitive style could be found, in congruent form, in the

—————dhdividuelle-pereonality -and social behavior as well, Despite such ﬁyideqce

that these atylistic dimensions are clearly very broad in scope, the original
narrow label, "cognitive styles," persists. Bécause of the recognition it
gives 1o the extra—gognitive components involved, a designation such as
"personal styles" now seems more appropriate, but old ways, and even mcre,

old labels, die hard. Whatever we call them, these styles may now bé concelved
as our typlcal ways of processing informstion, regardless of vhether the infore
mation has its primary source in the world outside or vithin ourselvess and,
when in the world outside, regardless of whether the information is provided
primarily by things or by other persons and ﬁheir doings.,

By uow a number of cognitive styles have béen identified, among them the
fleld=dependence-independence style, agaig a label that has persisted from the
; old'&ays when only the perceptual component of what is now clearly known +o be
a mué; b?o&der style had been identified. Rgiatively field-independent persons
tend Lo expericnee parts of the field as diserete from the surrounding field,
even vhen the fiéld is so orpunized as to strongly embed the partj that is,
they perceive analyticelly. DPerdeption of relatively field~dependent persons,
on the other haﬁd, is gulded by the orpanization of the field us a whole, #0
that eny part of the field is experienced as continuous with ite surround; thet
i, thelr perception is global, Tn solving protlems:, field-dependent persond
teke o long time to find the solution Lo that elass of problems-~and that eclass

of problems only-evhere solution requires that a critleq) element be token out

taska. Hence, the designations "cognitive" and "style." Ae further

-
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of the context in which it is presented and the problem material restructured
with the element used in a different context. Relatively field-independent
per -ne solve such problems more rapidly. Paralleling their attentiveness to

th prevailing field in laboratory tests of perception, relatively fielde

dependent persons are particularly attentive to the social field
and in defining their own ;ﬂtitudes, attributes and sentiments, they are likely .
to take into account the poiqts of view of others. Associated with this kind
of social orientation, fieldeependent persons give evidence of considerablé
social sensitivity and often.%f developed social skills as well., In c@ntragt,
.rélatively field-independent bersons show greater interest in the more impé?-v,
sonal, abstract aspects of the surround. PFinally, field=dependent persané are
likely to use global defenses, such as repression and denial;yfielg-independenﬁ
persons are likely to use specielized defenses, such a8 intellectualization and
isolation. Bo:you can see, "field dependent” and "field independent" arve
labels for elﬁsters of characteristics, both cognitive and persona&,dustifying‘
the designation "perscnal styles."

As noted, we are limiting ourselves hers to examining the implications for
learning of £he personal components of these clusters only. In particular we
.want to focus on the implications of the more social orisentation of relatively
field-dependent perscns and of the more impersonsl orientation of relatively

field-independent persons. There is now a . 04 deal of evidence that the
. tendency toward one orientation or the other shows itself pervasively, and is
applied quite automatically, in an individual's interaction with his environe
ment. Let us review some of this evidence,
It is now well documented that relatively field=-dependent persons are

drawn to people, both in the sense of being interested in what others say, 4o

and feel, and in the sense of liking to have people around them. The
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"withepeople" orientation of field=dependent persons has been documented in
such direct and readily discernible ways as their use of interpersonal Space.
Three different studies have now demonstrated that field-dependent persons -
literally prefer to be"physiéally éigse'te others. In one of these studies,
subjects were asked to indlecate the positions they considered optimal, memimal

and minimal for comfortable communication with another persoﬁ (Holley, 1972).

In the second of these studies, subjects were required to prepare & brief
hﬁpresentatien on’ a toplc essigned t? them, and then to proceed to another room
and meke the pﬁeséntgtion orally te'the éxperimenter seated there (Justice,

. 1969). In both éfﬁdies fieldpdependent subjects, relative to field-independent
ones, chose positions significantly closer to the person with whom they wera
interacting. The third study examined nonverbal bshavior of obese pétieaﬁs

"when seated two feet and five feet from the interviewsr (Greene, 1973). At
the greater distance, compared to:the shorter one, fieldpdepeﬁdent persons
showed a significant increase in a cluster of nonverbal behaviors which loaded
& "dependency" factor, interpreted as expressive of.need for closene§§ and
nurturance. Fieldlindépendent patients were unaffected by the distanéeﬂmanipnem_mww
lation.
The "withepeople" orientation of field=dependent persons has been—
cbserved in other real-life situations. Thus, they have beefi foiind to faver

-~ !
ocecupations which require involvement with others--for example, elsmentary

school teaehing,'selling, pehabilitation counseling. This econtrasts with the

preference of field-independent persons for ocecupations in which working wiéh
others is not especially importante--for example, astronomy, enginesring.

Field-dependent persons, when in school, have also been found to prefer acoe
demic areas in which the people~side of 1ife is paramounte~for example, the |

soeial seciences. In aontrast, relatively field-independent persons have been
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shown to favop schéol subjécts vhich feature the impersonal and abstraet--fér
example, mathematics and the physical sciences. (See Witkin, 1973, for & recent
review of studies in this area., ) | e
Joined with this strong imterest in people, and the tendency t@.gravi-
tate towards Situations where they will have peopie around them and even
el~se to them, field-dependent persons are Earticularly adept at picking up
social cues. From many studies, using a variety of approaches and proéeﬂures,
has come impressive evi@enee that field-dependent perscons have vhat in effect
amounts to a sensitive radar system, selectively attuned to soeial components
| of the environment. This skill shows itself in many soeial modalities. Thus,
it has been demonstrated that, compared to field-independsnt'persons, relo=
~ tively field-dependent persons liteﬁally look more at the faces of those with
whom they interact (Konstadb &'Forman, 19653 Nevill, 1971 RubleA& Nakamura,
1972). They are also especially alert to those words in & verbal ccmmunie#-‘
tion which are social in meaning (Ragle, Fitzgibﬁons & Goldbergsr, 19663 Bagls,
Goldberger & Breitman, 1969; Fitzgibbons & Goldberger, 1971; Fitzgibbons,
Goldberger & Eagle, 19653 Goldberger & Bendieh, 1972); and interacting with—
another person they are attentive to his rate of speech, and, in fact, if it
is different from their own, they are likely to adapt their rate to the rate
of the other (Marcus, 1970). Field-dependent persons are also particularly
- Pesponsive to nuances of emotional expression in people around them. To

illustrate, in one study subjects were required to identify each of a series

of words, exposed tachistoscopically for very brief periods (Minard & Mooney,
1969). The series of words shovn each subject contained some known to be

em .ionally significant for him and others known to be neutral. Whereas

presence or absence of emotional content had a significant effect on word

recognition for field-dependent subjeats, it made no difference for figlde

independent subjeets.
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Btill another ingrédient of the social orientation of field-dependent
persons is the greater account they take of external social referents in
defining their own ?oints of view and féelings. Bvidence of this comes from
studies which examined the effects of a wide rangs of social referents upon
& variety of attitudes, for example: experimenter expectancy upon ratings -

of photographs (MeFall & Schenkein, 1970); the pesitien of a medical

authority upon attitudes toward the use of antihistamines (Linton, 1952);
~ peer's prior rod settings upon adjustment of a rod to the upright (Soclar,
Davenport & Bruehl, 1969); the sqeial baekgreund of a piecture upon ratiags
4@? characteristics of a person in that picture (Rudin & Stagner, 1958),

. With this review as background we may now examine some of the ways in
vhich the différenées in orientation between more fisld-dependent and fielde

independent children mey enter into their responses to the classroom situne

tion. with repercussions for how they learn ard what they learn.

.

Pirst to be considered are the consequences of these contrasting orienfap
tions for the sorts of material each kind of child is especially adept at
learning. Obviously what is attended %o is, on that basis alone, more likely
to be learned and remembered; and whatever is made salient by the interest it
holds for the learner also stands a better chance of survival in memory.‘ In
addition, motivation to learn is likely to be greater when a person feels he

‘is "doing his ovn thing." lNow velatively fieldedependent and field~independent
persons are Ast different in sheer learning ability or memory. However, |

reflecting differences between them ia interests, and hence in what is attended
to, salient and relevant, field dependents are better at learning and remembere
ing social material and field independents are better at learning and remembere

ing impersonal material, Thus, associated with the tendenay

g




of field-dependent persons literally to look at faces more is their better
recall of faces (Crutchfield, Woodworth & Albrecht, 19583 Messiek & Damerin,
196k). On a similar basis, they are better at vemembering social words (see, for
example, Eagle, Fitzgibbons & Goldverger, 1966), The difference in what attracts
them has been found to make for opposite outcomes in learning efficiensy for
field=-dependent and field-independent people in the same experimental situae
tion., Thus, in oﬁé“study, field-dependent people showed greater incidental
learning when the incidental material consisted of faces (Messick & Damarin,
1964). In another study, which also used the incidental-learning paradigm,

but which employed "ngnsecial, abstract incidental material, it was fielde
independent people who did better (Witkin, et él.,.196é).

In addition to influencing effectiveness of learning in specific tasks:_
the difference in orientation between field-dependent and field-independent
persons has also been shown to play a role in how well each does in occupa=
tions favoring a social or impersonal orientation. To mention Just one
recent finding; Quinlan and Blatt (1973), in a study of mursing students,
cbserved that students rated high in their parformanee in psychiatric nursing
tended to be field dependent, whereas those rated high in their performance in
surgical nﬁrsing tended to be field indepsndent.

It is clear from tﬁese illustratipns that persons designated as "relatively
field-dependent" or "relatively field-independent" cannot be arrayed along a
better-vorse continuum., Bach is likely to do better at tasks with requirements
matched to his basic orientation. As a reflection of this we found in one of
our own studies that the collsge grade-point averages of extremely field;
dependent and field-independent students were not different. However, there
was a difference in the mix of courses in which these similar grades were

earned. —Whereas courses in mathematics and the seciences were more often

represented in the field-independent mix, humanities and soeial seience courses
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were more common in the fielde-dependent mix. This picture is éonsistent with |
the results of many other stnudies (see, for example, Chung, 19663 Clar, 1971;
DeRussy & Putch, 1971; Glabb, 1969; Krienks, 1969; Linton, 19523 Plerson,
19653 Zytowski, Mills & Paspe, 1969). It should be emphasized that the |

similarity in'grade-point averages between field-dependent and field-

...........

the option of selecting courses compatible with their orientations. At lower

educational levels, whers such options are much mgre'limited, the picture mey
be different. With an enforced curriculum, students’of one kind or the other
may. indeed do better depending on which orientation the curriculum tends %o
Pavor,

We turn now to a second way in-which the ingredients of what we have
ealled the social orientation of fieldpdependent persons may influence their
behavior in learning situations and meke theiy behavior different from that
of field-independent persons. We refer to the effects of socisl reinforcement.
There is now a sizeable literature on the effects of social reinforcement in
the learning ef~relétively fieldedependenf and field=-independent students.
From what we haﬁe said about the social sensitivity of field dependents, and
their greater responsiveness to the views of others, it is not surprising to
find that, in general, sociél reinforcement has a greater impact on fielde
dependent than field-independent pecple. . Even more interesting are the dife

ferential effects of particular kinds of reinforcement. Two examples may be cone=

sidered. One set of studies examined the influence of genersl praise and eriticism -
such as "you are doing well" or "you are doing badly" (see, for example, Konstadt &

Formen, 19653 Randolph, 1970). The weight of the evidence from these studiss supe

gosts that this kind of reinforcement has little effect on the learning of rela
tively field-independent students. od tﬁe other hand, it has a decisive effeat

on the learning of field~dependent students, More speeifically, for field- -
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dependents, general disapproval has a negative effect while deneral
' t
approval seems to have no influence. \

o The second kind of reinforcement that has been examined its impact

on the learning of relatively fie.d-dependent and field-independent persons

is response~-contingent reinforcement (see, for examp&e, Perrelw, 19713 Fita,

1970). The results of these studies indicate, by and large, téat negatmve

reinforcement, administered immediately after a response is made, has a

greater impact, in the direction of better learning, on field dependents than

~ $£ield independents. Positive reinforcement following a response seems to have

‘little effect on either kind of learner.

‘Whether used conséiously or unconscleusly, soeial reinforcement 1s one

of the handlest tools in the teacher's armamentarium of devices for perpetuate

dng some student behaviors and cbliterating others. Btudents on their part, .

again whether aware of these efforts by the teacher or not, react to the

teacher's interventions, Common sense and everyday experience in the classe

room should meke it not at all surprising thet reinforcement does not work

equally well for all students, or that particular kinds of reinforcement have

differential effects on different Minds of students. What is now &dded bvfthe

evidence just reviewed is that field-dependence~-independence is an identifiable,

salient individualedifferences dimension that may be used in predicting which

students are likely to be affected by what kinds of reinforcement and the forms

these effects are likely to take.
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Iet us turn nov to a third way in vhich students' cognitive styles may
make a difference in their learning. The tendency of field-dependent persons
t0 use external referents is not limited to their social Sehawior. ‘Whatever
the nature of the material they A&re required to deal with, such people are
likely to take its organization as given, rather than atfempt to impose
an organization of their own. Often in 19arning, the material to.be learned
lacks clear iﬁherent structure, creating the requirement that the learner

-~ himself provide organization as an aid to learning. Field-dependent persons

e iikely-te have greater difficulty in learning such material compared to
field=independent persons who are betiter able to providefﬁr@m within tgpmp
iselves the structure:that is needed %o facilitate learning. On the é%h@p

hand, when the material to be learnsd is presented in an already organiged

form, so that structuring is not particularly called for, field-dependent and ———
field=-independent peeple are not likely to differ in their 1earning.

Beveral studies may be cited to illustrate these points. Bruce (1965)
required field-dependent and field-independent sixth-grade cﬁildren to make
up stories about each of a series of pictures. SHome of these pictures had
obvious incongruities. Such pictures-placed up§ﬁ th§"creator of the story
the burden of somehow combining its discordant components into 2 echerent
vhole. Other pictures were internally consistent in all their parts, so
that creating a coherent story required less organizational effort.
The;stories produced were rated for level of orgenization. With iﬁcéngruous
pictures; the stories of field-dependent children earned lower organizational
ratings than the stories of the field-independent children. On the other
hand, with congruous pictures, there was no difference. In another study

Btasz (personal -comminication) examined the structuring of sceial-studies
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content by field-independent and field-dependent high school teachers and

their students in a social-studies minicourse. Structure was inferred from

K
-,

subjects' ratings of similarity of ten general anthropological concepts, e
such as "culture," "society," and "eivilization." Both beore and after
minicourse instruction, field-dependent teachers and students made fewer
distinctions among concepts. For field dependents, concepts clustered into

a large, loosely organized group which included most of the concepts. Por -
field independents, céncepts clustered into small, tight groups with less
overlap across groups.

Field independents' greater ability to orgenize their experience suge
gests that they may be better able to provide their own strategies for co@=
ing and utilizing information and are less reliant on strategies being
provided By the task itself or by someone else. In studying individual dife
ferences in the acjuisition of a teaching skill from written and video=
modeling procedures, Koran, Snow and McDonald (1971) found that these two |
treatments were differentially effective for more field-dependent and field;
independent intern teachers. While video modeling was more effective in
general, field-dependent teachers were found to benefit more from the video
modeling than field-independent teachers who benefited equally or more from
the written modeling. The authors suggest that for the more field-depeﬁdent
teachers "the video-modeliﬁg treatment . . . through explicit, concrete
presentation of the stimulus elements . . . may provide a behavioral repreo=
sentation for the learner that he could not generate for himself if given
tﬁe written-modeling treatment" (p. 226).

In a different type of learning situation, Shapson (1973) investigated
hypothesis testing in concept attainment among third graders. Hypotheses

formulated by field-dependent children showed a pattern consistent with
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what has been called a focusing strategy (Bruner, Goodnow & Austin, 1956 )ee
that is, a étrategy vhere each attribute is systematically tested for rele=
vance to the concept to be attained. TField-dependent subjects showed &
pattern consistent with what has been called a local consistency strategy
(Gregg & Simon, 1967)e=-that is, a strategy where an hypothesis is maintained

. until feedback indicates it must be incorrect. Shapson also found that .

training procedures, caleculated to ald students in the coding and recoding of
positive and negative exemplars of the concept, led field dependents to shift
't@ the focusing strategy us=d by nore fielde-independent students in hypothgsis
testing. ' | ("
There are probaply many learning situations ﬁhere, because the material
to be learned is not clearly organized, the field-dependent student may bé
at a disadvantage. Fielde-dependent students may heed more explicit inétrue-
tion in problem-solving strategies or more exact definition of outcome pere
formance than field=independent students, who ma& even perform better when
allowed to deveiop their own problemesolving strategies. Careful attention
t0 cognitive=-style diffefences in learning under more structured or less
structured conditions, and detailed analysis of the problem=solving skills
and strategies assumed for different learning tasks, are necessary to better
define instructional provedures facilitating learning for each kind of student.
We turn finally to a fourth way in which students' cognitive styles may
enter into their learning behavior. Here we bring in the teacher's cognitive

style in its interaction with the stident's style. The characteristics associe

ated with cognitive style, noted for students, are evident in teachers as
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well, and eeem to influence thelir teaching behavior. Thus, the greater
soclal orientation of field-dependent teachers is reflected in their prefers <
ence for teachlng situations which allow greater interaction with students.
Both in lesson planning (Wu, 1967) and in evaluating-the effectiveness of
different teaching techniques for particular students (Emmérich, personal
communicakion), field~dependent teachers have shown.a preference for cless
discussion, éu approach which allows the teacher 10 use personal, conversa=
%ional”techniques in engaging the student. In comparigon, fleld-independent
teachers prefer techniques which reserve for the teacher the organization of
the learning situatlon. . Wu (1967) found that field-independent teachers pre=
ferred a lecture or dlscovery approaéh in thelr lesson planniﬁg. A dlscovery
approach, as well as & lecturing approach, allows the teacher to be the
primary director of learning since the teacher is able to plan the questions,
gavrcines, and conient he wants his students TO be engagea With ror the pude
pose of learning. Field-independent teachers may also use subject-matler
questions more frequently as pedagogicul tools than field-dependent teachers,
Ffurther, there aée some indications from a simulation game of teaching that
field~independent teachers use questions, particularly comprehension questions,
in introducing toples and in responding to student answers, whereas fielde
dependent teachers use questions as a check on student learning following
instruction (Moore, 1973).

Bince learning tekes place through continuing intersction between
tescher and student, the act of learning must inevitably bear the imprint of
the cognitive styles of both partlcipants. More than thut, however, the full
contribution of cognitive style is surely more than the cum of the contribue
tions of each participant's style., Particular combinations of characteristics

of individu:ils produce, as fresh emeveentt, uniqus charscleristics of the
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interacilon process in which they are partners. ‘Ilis is proving to be true
in the results of studies which have examined the combinatory effects of the
cognitive styles of particlpants in an intefaction.

The queostion on which most of these studies have focused is this: What
are the consequences for the progress and outcomes of an interaction Whén
its parbicipants are matched or mismetched in cognitive sﬁyle? Bven on the
basis of the soclal-orientation va., impcrsonal-orientation aspect of cognie
tive style alone, it is easy to imagine that differences in teacher-student
mix will make for differences in a ariety of classroom behaviors, including
student learning.

The mutch-mismaich issue has been examined in two recent studies of
teacher-student interaction. One, by DiStefano (1969), used as subjects
teachers and situdents in & regular clessroom situation., DiStefano found
that, ln their responses to several questiohgaires, teachers and students
matched o each other in style viewed one unother positively, wheress
teachers and students who wore mismatched viewed cach other negatively.

It is impressive that the positive and nepative evalustions included not

only personul characteristics but intellectual characteristica as well.
Another moré rezent study by James (1973), in vhich a speeinlly created minie
course was used, confirmed DiStefano's resﬁlts. Responses to questionnaires
similar to DiStefano's shoved slgnificantly greater interpevsonal attraction
in matched than in mismatehed teacher-student combinations. One additional
result is worth citing because it is so striking. At the end of the course
cach teacher was asked Lo assign grades to the six students in hiw class,
three field dependent and three rfield independent, on the basis of their
classroom performances, fIhe most extrencly fi2id-independent tencher puve

all three of his fileld-iadependent stulenls hipher prades they his *hree
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fleld=-dependent students. Conversely, the most extremely fleld-depezndent
teacher asslgued the three highest grades to his three field-dependent .
students. Since grades vere based ou classroom impressions, they are
undoubtedly at least as much a reflection of interpersonal attraction as of

student achievemeat.

These findings from studies of teacherestudgpﬁ,1nteraction recelve sup-
port from thé similar results obtalned in studies which examineéﬂmatch-
mismateh effects in both patient-therapist and peer interaction. In one
study, by Creens (1972), patients treated by therapists similar to themselves
in cognitive style expericnced their therapists as feeling more positively
toward them than did petients of therapists with styles opposite to the
patlents’, Examination of the items vhich moke up the Bé;;;;:ié;;;a'

Relationship Inventory, used to evaluate palients! feelings, give some clues

A . L) . + [ I ] [ Ll . . - - .
ap LU wital LU Lo blel pableusts valued as pustidve ln Lheraplsis maiched Lo

them in cognitive style. The items in the Inventory fall into four catepo= -
riest therapist's level of regard for the patient; unconditionality of the
therapist!s regord; therapist's empathie understanding of the patient; and
genulneress of the theraplst's feeling for the patient. Waat neoms involved
in the positive outcome with the matched dyads ig thus a sense of belng better
understood and more highly vaiued.

A second study of match-mismatch effects in therapy, done by Polman =
(1973), found, consistent with Greene's results, thuat patients treakéd ﬁy
therupists matched te them in cognitive style viewed their therapicts more '
positively than patients from mismatched paticnte-theraplst dyads; in addltion,
therapists, on their purt, valued more highly patients with siyles esimilar to
their own. Folman's study also showed that patient drop-out ratc wog lower

for pulicatys from mateuel thun from mismotched patientetherarvist dreds,
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' Drop«mn;rate'is a commonly used achievement eriterion in therapy studies,

" Thus, Folman's study pfovides evidence that matching for style has poéitivq
gonsequences not only for interperédnaiwgééééé£iéﬁ;;ﬁha outoomé éffect to
which the studies considered thus far have been limited, but also for
achievement of the goal for which the interaction is undertaken. -

Lending further support to the conclusion that there is greater mutual
attraction among individuals of similar cognitive style is the result of a
study of peer interaction by Welkowitsz (personal communication). The
Welkowitz study is of particular interesﬁ because of the reale-life setting
in which it was conducted. B8econd-year roommates at a relatively small
university were assessed for field-dependence-indeﬁendence. At this
wniversity, students én the second year are éllowéd 0 choose their owm
roommates. A significent correlation in scores between roommate pairs was
found, suggesting a tendency for roommates to select each other on the basis
of similarity in extent of field dependence.

The evidence now on hand seems to establish match or mismatch in coge-
nitive style as a significant factor in social interaction. To ha#e demone
strated that a match-mismatch phenomenon exists is to have opened the door
only a crack. What is already visible through that crack suggests, howevbﬁ;q
that we may find much of interest behind it for issues of student learaing
and for other educational issues as well. We obviously have & long way to go,
 though. Let us identify some of the research stéps which nov 1le ahead.

First, studies are still needed to determine whether matching for cognie
tive style does indeed make for better student learning and not only for more
pesitivé feelings. While there is yet no evidence on whether students taught
by teachers matched to themselves in cognitive style actually learn more,
their greater liking of such teachers may well oreate an atmosphere which

faeilitates learning. In considering student achievement, the possibility
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| must be examihéd thaﬁ for some kinds of 1earﬂing, a contrast in style between

teacher and student may prove more stimulating and so actually foster learaing.
We must also think of the consequences of homogeneity or heterogeneity in coge
nitive style among students themselves,'again with the possibilitx‘that hetere~

——

ogeneity may result ‘indiversity of viewpoints and perspectives, thereby making

.héﬁguclassroom more lively.

As a second research step, we need to find ocut more about ggy;maxch"br
mismatch in cognitive style works to produce the effects observed. For this
purpose, a microscopic examination needs to be made of the processes of intere
action which lead to a positive outcome ﬁith match and a negative‘outccms with
mismatceh,

As a third research step, we need to identify characteristics of studenigee
or of people, for that mattere--which are so salient that they come through in
their positive or negative aspects for all to perceive. For example, in one
of our studies we observed that match or mismatch in sex of student and
teacher had such a potent effect on mutual attraction as to obscure and even
counteract cognitive style match-mismatch effects. As a second example, in
another one of our studies we examined the interaction of each of a group éf
subjects, on one occasion with a partner similar in cognitive style and on
another ocecasion with a partner of opposite cognitive style. One side find-
ing, ;elevant here, is that in several cases, the mutual,gttraetion ratings «--
made‘of the subjectvby both her partners were extremely low. It is a deeply
embedded quality of some people that they are Just not very lovable, even to
those who out of similarity in style are prepared to love them.

There is a fourth issue that needs careful examination to deepen our
understanding of matchemismateh effects. This is the role of situational

varisbles in moderating the influence of match or mismateh in cognitive style,
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The isaue is one which bas been taking o good deal of our own research

attention recently. And we already have evidence from one study that, as

common gsense indlcates, there are circumstances under which match in gtyle
does not produce a poaitive outcome. In thut study,.subjects with conflict.
ing positions on a given issue were asked Lo resolvg their conflict through
discussion., The starting premise of clear conflict, of cdurse, makes this
situation different from that in the teacher~-student, patient-therapist and
peer interaction studies we revicwed eurlier. Both frequency of confliet
resolution and interpersonal attraction were examined at the end 6f the dig=-
cusslon period in three kinds of dyads: two field;;;;endent partners, two
field -independent partners, and a field-dependent and field-independent
partner, Conflict resolution is likely to be faciilitated by accommodation
of one partner to the pogition 6f tiae ocher partner. The sensitivity of
fieldadependent persons to cues from others, and their tendency to take
account of éther people's views, are qualitiec which should contribute to
accommodation, Accordingly, we antlcipated that dyads containiqg one oy
two field-dependent partners would be more likely ﬁo reach aére;ment thqn
dyads in which both partners were field independent. Moreover, to the
extent thut reaching agreement 1s likely to make for better feelings between
parﬁners, we expected pgreater mulual ottruetion in dyads with one or two
~~fﬁe13-depeﬁﬁéﬁt'partné?s'than.in dgaﬁs'wiéh WO HUEI AN P SO - pradnets
Both with respect to frequency of agreement and level of mutual attraetion,
the outcome was as expected. So, as you seé, althouch matched, two field-
independent pariners did not do very well together; on the other hund, two
field-dependent partners, also motched, did do well. To the extent that
tack requirenents help determine which qualities of people arce brourht to
the fore, it ls not surprisinre to find thet ailualionul variables interact

with mateh-misnateh varlalles to iuflucnec the outeome of an internction.
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Obviously there 1s much more we need to know in a domain that is
clearly complex and still little explored before we can even approach the
practical questlion of whether maich in cognitive style should be used in
composing teacher-student groups. An aptitude-treatment interaction appreach,
seeking to identlify leurning conditions most effective Tor different types of
gtudents, is, of course, basic to cggnitive«style research on teaching and
learning. Only through systematic match-mismulch énd aptitude-treatment-
lnteraction research will we be able to characteri;e cognltive-style
components of teacher-student interaction and identify ﬁéaching”techniques

and situations vhich maximize learning for students of different cognitive

styles.

I o
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